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ABSTRACT
Student engagement in the classroom can be a struggle for many teachers. Research shows that student
engagement can be impacted by student self-efficacy in the classroom, and student engagement increases
when participating in small group discussions and inquiry-based activities. This qualitative study aimed to
understand the impact using student-generated questions in small group discussions had on student selfefficacy in the high school English/language arts classroom. A survey was created and given to 21
twelfth-grade student participants prior to and after using student-generated questions in three separate
small group discussions in an elective English/language arts class. Qualitative data were also collected
from student response journals completed after each small group discussion that used student-generated
questions. Results indicate that student self-efficacy can change in a six-week period, both positively and
negatively. However, the results of this study cannot be directly correlated between the use of studentgenerated questions in small-group discussion and changes in student self-efficacy in English/language
arts.
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CHAPTER 1
INTRODUCTION
Introduction
Students enter the classroom with a developing identity: who they are as an individual, but also
who they are as a student. This identity is evolved over time through the students’ experiences, family
structure, relationships, location, culture, ethnicity, and interests. Through their experiences and
relationships at school, students develop an identity in the classroom, and when they enter a new
classroom, they often position themselves in regard to the other students, perhaps as a high-achiever or
slacker or average student. This positioning and perception of themselves can limit students’ participation
in a classroom and, ultimately, their success.
Research supports that a teacher can cultivate a classroom culture which causes the students who
view themselves as non-readers, non-writers, or non-speakers to reposition or redefine themselves as
readers, writers, and speakers (Frankel et al., 2018; Ness, 2016; Seglem & Bonner, 2016; Skerrett, 2012;
Vetter, 2010). The researcher sought to determine how using student-generated questions in small-group
discussions in an English/language arts classroom could impact student self-efficacy. The researcher
observed that students in her classroom often defined themselves as non-readers, non-writers, and/or nonspeakers which led students to be less engaged in class activities and restricted the effort they invested in
their learning and work. The researcher considered strategies to increase student self-efficacy, observing
that what often held students back from excelling was their own perceptions of themselves, and therefore
turned to finding a way to increase student voice and choice in the classroom, hoping to cultivate student
interest first and student confidence second. By using student-generated questions for small-group
discussions, the researcher believed she would increase student self-efficacy in English/language arts.
Brief Literature Review
Every student that enters the classroom brings with them a self-identity (Frankel et al., 2018).
Although part of this identity is formed outside of the classroom, students develop an identity within the
classroom as well which may vary from class to class. Within the classroom, students’ identities develop
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over time and are influenced by multiple factors: local expectation, teacher and student categorizations,
peer reinforcement, and individual acceptance of identity (Wortham, 2004). In the English/language arts
classroom, students often identify themselves as readers, writers, and speakers, or non-readers, nonwriters, and non-speakers (or a combination thereof). This self-identity can impact student engagement
and success in the classroom (Muhammad, 2020).
One of the greatest struggles of teachers, especially post-Covid 19 and post-distance learning, is
how to engage their students in the classroom learning and work. It seems that students are often
unwilling to set down their phones or lift their heads from the desk, and teachers might interpret these
behaviors as apathy or disengagement. However, teachers may be misinterpreting student behaviors as
lack of engagement or motivation when it is really their self-doubt or negative mindset keeping them from
participating (Hammond, 2015). In an interview, researcher and professor Jeffrey Wilhelm stated, “If a
learner is resisting reading or writing, it is because he doesn’t feel good at it” (qtd. in Turner, 2018, p.
385). Ultimately, these students are struggling with a low self-efficacy. Research shows that teachers can
impact student self-efficacy in the classroom. In a year-long case study in an English classroom, Skerrett
(2012) found that through the teacher’s literary instruction, students chose to redefine themselves and
their literary identity which, in turn, impacted their self-efficacy. Multiple studies found that students’
perceptions of themselves as learners and literary scholars can change through purposeful instruction and
classroom practices (Frankel et al., 2018; Ness, 2016; Seglem & Bonner, 2016; Skerrett, 2012; Vetter,
2010).
One possible way to increase student self-efficacy is by actively engaging students in their
learning through the use of inquiry and student-generated questions. Question creation is cyclical: the
more students ask questions, the more proficient they become which leads to the confidence to ask and
answer more questions (Ness, 2016). Although this may be initially uncomfortable for students and
require specific instruction and support from the teacher, research shows that there are benefits to using
student-generated questions in discussion (Seglem & Bonner, 2016). In a five-year study of elementary
and middle school teachers, Wells and Arauz (2006) found that interactions were longer when discussions
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were led by student inquiry and shorter when initiated and led by the teacher. Student-generated questions
can also increase student voice and choice in the classroom. When students create questions, they
determine what is of greatest value in the text, rather than the teacher making that determination (Seglem
& Bonner, 2016).
A key component of English/language arts classrooms is discussions; however, research shows
that these can be challenging for teachers to structure and facilitate, yet they can also be transformative
for students. Often in discussion, fast processors dominated the conversation; therefore, dynamics in
conversation must be considered in order to support all students in the classroom (Holmberg &
Muwwakkil, 2020). Teachers need to be intentional to try to disrupt these patterns so that all students are
equal participants, and part of that is creating an environment where all students feel confident in their
participation in a discussion. Students’ self-perceptions, the way they typically participate in discussions,
and achievement were interrelated and influenced each other (Hung, 2015). As challenging as they can
be, discussions provide enriching opportunities for students to express their ideas, be challenged to
support their thinking, and hear diverse perspectives. In a qualitative study from an upper-level political
theory course that utilized student surveys, Pollock et al. (2011) found that when compared to large-class
discussions, small-group discussions increased participation, critical thinking, and higher-order learning.
Statement of the Problem
When returning to the classroom after a year and a half of distance learning and hybrid learning
due to the Covid-19 pandemic, the researcher noticed more students were disengaged in the classroom. It
was a struggle to have students put down their cell phones and sustain through learning tasks and
activities. In particular, the researcher noticed what seemed like more students who refused or were very
reluctant to interact with other students, especially students with whom they were not already familiar.
The researcher began to consider how to increase student engagement in the English/language arts
classroom.
Although the initial response to this problem may be to address engagement, the researcher
considered researcher and professor Jeffrey Wilhelm’s belief that disengagement is because “he doesn’t
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feel like he’s good at it, and he doesn’t feel assured he’s going to get the help he needs to become more
competent” (qtd. in Turner, 2018, p. 385). Therefore, the researcher decided to focus on self-efficacy as a
means to increase student engagement and student success. As an English/language arts classroom, a key
learning activity and Common Core Standard is discussion, so the researcher connected these two ideas to
examine how student self-efficacy in English/language arts could be impacted through discussion by
using student-generated questions. The researcher hoped that by having students create questions, it
would lead them to have a greater connection to their learning because students would identify key ideas
that are worthy of discussion, and using those questions to have a discussion with other students would
increase their self-efficacy in the English/language arts classroom.
Purpose of the Study
The purpose of this study was to determine how student self-efficacy in English/language arts is
impacted by the use of student-generated questions in small-group discussions. The researcher sought to
cultivate a classroom environment where all students see themselves as readers, writers, and speakers. For
those students who identify as non-readers, non-writers, and non-speakers, the researcher sought to create
class structures that help students redefine or reposition themselves. The researcher hoped that students
would have a greater vested interest in small-group discussions by using questions they created
themselves and that would in turn positively improve their beliefs about themselves as readers, writers,
and speakers, thereby increasing their self-efficacy in the English/language arts classroom.
Research Question
How is student self-efficacy in English/language arts impacted by using student-generated
questions in small-group discussions?
Definition of Variables
Variable A: The dependent variable (Mills, 2018) in this study was student self-efficacy regarding
English/language arts, particularly their perceptions of themselves as readers, writers, and speakers. The
dependent variable was measured by having students complete a reflective survey at the start of the study,
then again at the conclusion of the study after students had participated in several small-group discussions
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using student-generated questions. Students also completed shorter reflection journals at the conclusion of
three small-group discussions.
Variable B: The independent variable (Mills, 2018) in this study was the use of student-generated
questions in small-group discussions. These questions were created by students using sentence frames and
structures given by the teacher as needed, and they were based on a text read in the class. Small-group
discussions were conducted with a variety of group sizes, ranging from two to eight students per group.
Some discussions took place in student-choice groups, and some discussions took place in teacherassigned groups.
Significance of the Study
Although research showed that student inquiry increases engagement and positively impacts
discussions in the classroom (Applebee et al., 2003; Chisholm & Godley, 2011; Pollock et al., 2011;
Townsend, 1998; Wells & Arauz, 2006), there is limited research that shows how student inquiry,
particularly student-generated questions, can impact student self-efficacy. Believing that increasing selfefficacy can impact student learning and engagement, the researcher sought a meaningful way for
students to be more connected to their learning and classmates by using student-generated questions in
small-group discussions, a natural component of an English/language arts classroom. The researcher is
passionate about developing student choice and voice in the classroom, and using student-generated
questions was an intriguing way to try to increase this.
This study was significant because it looked at a shift in mindset, not just behaviors, hoping to
move toward a deeper understanding of engagement through the lens of self-efficacy. Skerrett (2013)
found that teachers can impact student self-efficacy through teaching strategies, and the researcher wanted
to learn if the teaching strategy of student-generated questions in small-group discussions could impact
students’ perceptions of themselves as English/language arts students.
Research Ethics
Permission and IRB Approval. Prior to conducting this study, the researcher sought the
approval of MSUM’s Institutional Review Board (IRB) and completed CITI training to ensure that this
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research involving human subjects was completed in an ethical manner (See Appendix A). Additionally,
the researcher obtained approval from her school district where this research project was conducted (See
Appendix B).
Informed Consent. The human subjects participating in this research were protected through
several means. First, the participants of this study, some of whom are minors, were informed of the
purpose of this study using the Child Assent (See Appendix C). The researcher presented this to
participants visually and verbally prior to the start of the study. Also, parents/guardians were informed as
to the purpose and procedures of this study through writing and expressed their electronic consent for
their student to participate (See Appendix B). Both participants and parents/guardians were informed that
this study was conducted as part of the researcher’s Masters of Curriculum and Instruction Degree
Program through MSUM and that it would benefit her teaching practice. Participants and
parents/guardians were also aware through written and/or verbal communication that they may withdraw
from the study at any time without experiencing any negative consequences. Participant confidentiality
was maintained through the use of pseudonyms and by removing any identifying information.
Limitations. This study was conducted in one section of a twelfth-grade English/language arts
course with 21 participants; this limits the scope of this study and the findings may not be able to be
applied to all students in grades 9-12. As different students have different needs, the findings may also not
be able to be generalized to all twelfth-grade students in the future; however, the findings do provide
insight into best practices. Also, since the student-generated questions and small-group discussions were
based on different texts each time, the researcher needed to consider that some texts may have been more
relevant or accessible to different students, thereby impacting the questions students created and their
overall participation in that particular discussion. Finally, the findings of this study conducted in an
English/language arts classroom may not be applicable across content areas.
Conclusions
Student self-efficacy can impact student engagement and success in the classroom (Hammond,
2015; Turner, 2018). Using student inquiry in the classroom can have a positive impact on attendance,
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comprehension, engagement, and longevity of learning (Seglem & Bonner, 2016; Wilhelm & Wilhelm,
2010). This study focused on how student self-efficacy and student inquiry are related. The researcher felt
if students were given more choice and voice in the classroom, it would improve their self-perceptions as
readers, writers, and speakers. The next chapter contains a review of existing literature regarding student
self-efficacy, student inquiry through student-generated questions, and small-group discussions in the
classroom.
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CHAPTER 2
LITERATURE REVIEW
Introduction
Every student that enters the classroom brings with them a self-identity (Frankel et al., 2018).
That identity is formed through their experiences, relationships, personality, family structure, and beliefs,
and it can impact how they interact with the other students and the learning environment. Within the
classroom, students’ identities develop over time and are influenced by multiple factors: local
expectation, teacher and student categorizations, peer reinforcement, and individual acceptance of identity
(Wortham, 2004). Lewis (1997) found that social conditions influenced how students positioned
themselves in the classroom. In the English/language arts classroom, students enter the classroom and
position themselves as readers and writers (Vetter, 2010). Some students enter confidently, believing that
they have the skills and ability to participate in writing and reading and analysis and discussion. Others
enter believing they are incapable or unworthy of joining in the literary conversation (Vetter, 2010).
Students use language to position themselves in the classroom as a whole and in interactions with each
other (Evans, 1996). This positioning can appear through comments, quick responses, dismissal of others.
This research caused the researcher to wonder how a teacher can cultivate a classroom culture which
causes the students who view themselves as non-readers, non-writers, and non-speakers to reposition or
redefine themselves as readers, writers, and speakers.
This literature review examined the impact of student-generated questions in discussion in the
high school language arts classroom. The researcher began by searching these terms together but
struggled to find research that addressed self-efficacy, student-generated questions, and small-group
discussions together. Therefore, the researcher separated these terms and searched for relevant sources
that addressed at least one of these topics. To broaden the scope of her research, the researcher included
inquiry and discussions in other grade levels and disciplines. Through this research, the term “position
theory” was defined, and the researcher determined that this theory was what she desired to focus her
research on, not student engagement in general. To gather the following research, the researcher utilized
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the ERIC, JSTOR, and Education Research Complete databases and selected peer-reviewed articles. The
researcher also used educational texts used in her school’s professional development initiatives.
Body of the Review
Self-Efficacy and Engagement
Teachers are perpetually challenged with the question of how to better engage their students in
the learning and work of their classroom. This struggle seems to be even larger in the post-Covid
classroom as students and teachers try to reconnect and re-engage with learning in a social community.
Teachers may see students on their phones or with their heads down and assume they are disinterested,
unmotivated, and have no desire to participate in the learning. However, teachers may be misinterpreting
student behaviors as lack of engagement or motivation when it is really their self-doubt or negative
mindset keeping them from participating (Hammond, 2015). In an interview, researcher and professor
Jeffrey Wilhelm stated, “If a learner is resisting reading or writing, it is because he doesn’t feel good at it”
(qtd. in Turner, 2018, p. 385). Teachers can be quick to look at the symptoms of disengagement and seek
a quick fix when perhaps the problem is deeper than appears on the surface. It is not the video clip or
activity that is going to engage a student in the learning: it is addressing the students’ self-efficacy and
confidence in the learning. This is true for all classrooms, but is perhaps of greater importance in
classrooms of diverse students. Culturally responsive teachers focus on shifting mindset rather than
engagement or student motivation (Hammond, 2015), and they encourage students to know themselves as
individuals and learners because when they do, they are more likely to feel confident and engage in new
skills (Muhammad, 2020). Research shows that teachers can impact student self-efficacy in the
classroom. In a year-long case study in an English classroom, Skerrett (2012) found that through the
teacher’s literary instruction, students chose to redefine themselves and their literary identity which in
turn impacted their self-efficacy. Although moving student positions can be restricted by institutional and
classroom structures (Frankel et al., 2018), students’ perceptions of themselves and confidence as learners
and literary scholars can change through purposeful instruction and classroom practices (Frankel et al.,
2018; Ness, 2016; Seglem & Bonner, 2016; Skerrett, 2012; Vetter, 2010).
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Student-Generated Questions
Numerous studies show that one classroom practice that could have an impact on student selfefficacy is using student-generated questions in the classroom. Question creation is cyclical: the more
students ask questions, the more proficient they become which leads to the confidence to ask and answer
more questions (Ness, 2016). Although children are naturally curious, they begin asking fewer and fewer
questions as they progress through school (Ness, 2016). In order for students to be successful in creating
questions, teachers need to model higher order thinking questions, a practice that requires both time and
patience (Peterson & Taylor, 2012). In a comprehensive study of 64 classrooms in both middle and high
schools, Applebee et al. (2003) found that students need support when actively exploring new ideas and
experiences. There may be trepidation in having the burden of questioning taken from the teacher and
placed on the student, but the benefits of breaking the model of questioning where the teacher asks, a
student responds, and the teacher evaluates, are great. Using student-generated questions, giving students
time to prepare responses, and then having them reflect afterward promoted participation in discussion
(Townsend, 1998). In a five-year study of elementary and middle school teachers, Wells and Arauz
(2006) found that interactions were longer when discussions were led by student inquiry and shorter when
initiated and led by the teacher. Chisholm and Godley (2011) observed that discussion questions that are
highly specific, relevant to students, and ask for a response based on student experiences led to a richer
discussion. This research supports that the best way for classroom discussions to be relevant to students
and include student experiences is by having students create their own questions for discussion.
In her book Cultivating Genius, Muhammad (2020) asserted that students must see themselves in
their learning. When students create questions, they determine what is of greatest value in the text, rather
than the teacher making that determination (Seglem & Bonner, 2016). This is one way for teachers to
create a way for students to “see themselves in their learning.” Utilizing inquiry helped teachers create
and sustain a democratic classroom (Wilhelm & Wilhelm, 2010) because teacher voice and perspective is
not the only voice and perspective being heard. Inquiry also led to higher student attendance, fewer
behavior problems, greater homework completion, and increased unsolicited contributions by students
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(Wilhelm & Wilhelm, 2010). Student-inquiry projects increased confidence in students and impacted
student comprehension, engagement, and longevity of learning (Seglem & Bonner, 2016; Wilhelm &
Wilhelm, 2010). Using student-generated questions and cultivating a classroom of inquiry can foster a
democratic classroom that connects students to their learning in authentic, meaningful ways, thereby
increasing their engagement in the classroom.
Small-Group Discussions
A key component of English classrooms is discussion, and the Common Core Standards include
initiating and participating in a variety of collaborative discussion (Minnesota K-12 Academic Standards
in, 2010). Research shows that these can be challenging for teachers to structure and facilitate, yet they
can also be transformative for students. Group discussions were not democratic and giving specific roles
to try to address this only restricted students (Evans, 1996). Often in discussion, fast processors
dominated the conversation; therefore, dynamics in conversation must be considered in order to support
all students in the classroom (Holmberg & Muwwakkil, 2020). Teachers must create frameworks to
disrupt positioning in discussions (Evans, 1996), working to confront dynamics that marginalize some
students or prevent others from speaking. Students’ self-perceptions, the way they typically participate in
discussions, and achievement were interrelated and influenced each other (Hung, 2015). Lewis (1997)
found that peer-led discussions both sustained and interrupted status and power in the classroom
community. Therefore, when teachers were able to minimize classroom talk that retains a hierarchy or is
stratified, the students’ participation and achievement increased (Hung, 2015).
Although there are challenges in utilizing discussions in the classroom, research shows that there
are important benefits as well. Students need opportunities to explore their own identities and learn about
the identities of those who are different from them (Muhammad, 2020), and discussions, especially smallgroup discussions, can provide the opportunity to do this. Student discussions transform beliefs into
evidence-supported claims and cause students to evaluate evidence (Chisholm & Godley, 2011). In a
qualitative study from an upper-level political theory course that utilized student surveys, Pollock et al.
(2011) found that when compared to large-class discussions, small-group discussions increased
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participation, critical thinking, and higher-order learning. Applebee et al. (2003) found in a large-scale
study that discussion-based approaches supported student success in high academic demands across a
variety of situations. Applebee et al. acknowledged that lower-tracked students were less engaged across
all learning activities which made it difficult to measure the success of discussion-based approaches for
this group of students. However, when teachers used Collaborative Social Reasoning (a modified form of
Collaborative Reasoning which is based on the assumption that social learning happens in collective
settings), low-achieving students showed more positive self-efficacy but this approach had limited impact
on high achieving students (Lin et al., 2017).
Theoretical Framework
Self-efficacy is a key element in social cognitive theory, developed by Albert Bandura (Barnet,
2014). Self-efficacy is defined as the belief people have in their abilities to produce effects (Bandura,
1997, as cited in Bandura, 2006). There is a distinction between self-efficacy and self-esteem: selfefficacy is a judgment of one’s perceived ability to meet an expectation, and self-esteem is a judgment of
one’s self-worth (Bandura, 2006). Self-efficacy impacts behavior as well as goals, expectations,
opportunities, and perception of challenges (Bandura, 1995, 1997, as cited in Bandura, 2006). Therefore,
self-efficacy becomes a critical component of learning in the classroom: if students have a low selfefficacy, it will have an impact on their behavior in their classroom. In a study of 279 students ages 11-14,
Bandura et al. (1996) found that academic efficacy was connected to their achievement and impacted the
students' aspirations, conduct, and attitude. Students who believed they had agency in their learning
achieved greater success (Bandura et al., 1996). Although self-efficacy is important, it is not the only
factor in increasing student motivation (Walker & Greene, 2009).
Believing in oneself, or possessing a strong self-efficacy, is not a blanket term but rather varies
between different facets in life. For example, a student may have a strong self-efficacy in physical
education, believing she is a strong athlete and capable of completing any given athletic task. However,
that same student may have a low self-efficacy in mathematics, believing that she is incapable of solving
problems and being successful in mathematical thinking. Because self-efficacy is localized to a given
Qualitative Research Methods Proposal Page 18

STUDENT SELF-EFFICACY AND STUDENT-GENERATED QUESTIONS
domain, Bandura (2006) asserts that when measuring self-efficacy, the scale must be created to fit that
specific domain being measured, and that scale should provide a wide range of steps to receive the most
accurate assessment. Self-efficacy is not fixed; rather, “extraordinary feats serve as transforming
experiences” (Bandura, 2006, p. 308). Therefore, in the classroom, students’ self-efficacy can change
through experiences which, in turn, can impact their behaviors and motivations.
Research Question
How is student self-efficacy in English/language arts impacted by using student-generated
questions in small-group discussions?
Conclusions
Research shows that students enter the classroom as unique individuals, bringing with them their
personal identity that has been shaped by their previous experiences, successes, failures, and
relationships. This identity includes the students’ self-efficacy: their belief in their ability to be successful
or not in the learning and work of this class. Therefore, teachers need to cultivate ways for students to
have transformative experiences that impact students with low self-efficacy. Studies support that using
inquiry in the classroom and student-generated questions lead to stronger discussions and higher student
engagement. This study seeks to determine the impact of using student-generated questions in smallgroup discussions on student self-efficacy in the English/language arts classroom.

Qualitative Research Methods Proposal Page 19

STUDENT SELF-EFFICACY AND STUDENT-GENERATED QUESTIONS
CHAPTER 3
METHODS
Introduction
Each student possesses a unique identity that is shaped by their experiences, family structure,
relationships, culture, ethnicity, location, socioeconomic status, and interests. They also possess an
identity as a student that develops through their experiences, successes, struggles, and relationships in the
classroom. When they enter a classroom, students will position themselves according to how they
understand their identity as a student in the classroom, and this can positively or negatively impact their
engagement in the class. Therefore, if students have a high self-efficacy, they are more likely to engage in
challenging learning and work; conversely, if they have a low self-efficacy in that subject matter, they are
more likely to resist engaging in the learning and work (Wilhelm, qtd. in Turner, 2018). Multiple studies
found that students’ perceptions of themselves as learners and literary scholars can change through
purposeful instruction and classroom practices (Frankel et al., 2018; Ness, 2016; Seglem & Bonner, 2016;
Skerrett, 2012; Vetter, 2010).
This research study investigated how the classroom practice of using student-generated
discussions in small-group discussions could impact student self-efficacy in the high school
English/language arts classroom. As a phenomenological study, the purpose of this study was to
understand the student experience with small-group discussion when students create their own questions
based on a common text to use in discussion with a group of peers, and how using the questions they
generated impacted their perception of themselves as readers, writers, and speakers. The study utilized a
survey prior to using student-generated questions in small-group discussions and another survey after
using student-generated questions in three separate discussions. Data were also collected through journal
responses after small-group discussions which asked students to reflect on the questions they created,
their overall experience in the discussion, and/or how they could improve their experience for the next
discussion. This study was important to help the researcher understand how using student-generated
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questions in small-group discussions could impact the students’ self-efficacy regarding English/language
arts.
Research Question
How is student self-efficacy in English/language arts impacted by using student-generated
questions in small-group discussions?
Research Design
This study was conducted using a phenomenological design which describes an individual’s
experience with a given phenomenon (Groenewald, 2004). As the goal of this study was to understand the
student experience with small-group discussions when students created the questions and how using
student-generated questions impacted students’ perceptions of themselves as readers, writers, and
speakers, the phenomenological design allowed the researcher to collect data on the students’ experiences
in small-group discussions. The dependent variable (Mills, 2018) was student self-efficacy in regards to
English/language arts skills, particularly reading, writing, and speaking. This was measured by the
qualitative survey given at the beginning of the study, then again at the end of the study. The independent
variable (Mills, 2018) was the use of student-generated questions in small-group discussions. Students
created a varying number of questions based on different texts read in the class, then used those questions
to participate in a variety of small-group discussions which ranged from two to eight students per group.
Discussions took place in student-choice groups, common interest groups, and teacher-assigned groups.
Reflection journals were completed after each formal small-group discussion to gather data regarding the
student experience in the discussion using student-generated questions. Because the researcher wished to
understand how the students’ experiences using student-generated questions in small-group discussions
impacted student self-efficacy, the phenomenological method was found to be the best design method for
this study.
Setting
The setting of this study was a 9-12 high school located in a second-ring suburb north of
Minneapolis and St. Paul, Minnesota. The district has two high schools and serves students from nine
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different cities and portions of two other cities. The district serves over 11,500 students in a community of
91,000 residents, making it the 11th largest school district in the state of Minnesota. It is a diverse
community with the five largest ethnic groups as White (71.8%), Black or African American (8.94%),
two or more categories (7.41%), Asian (5.8%), and Hispanic (5.3%). The median household income in
these communities is $71,023 per year. The largest industries in the area are health care and social
assistance, manufacturing, retail trade, and educational services.
The high school where this study was conducted has an enrollment of approximately 1,800
students. The federal ethnicity breakdown of the students is as follows: 49.3% White, 18.9% Black or
African American, 15.5% Hispanic/Latino, 8.3% Asian, 7.4% Two or More Races, 0.5% American
Indian or Alaska Native, and 0.1% Native Hawaiian or Other Pacific Islander. Within the student
population, 35.3% qualify for free or reduced lunch. One-hundred and thirty students, or 7.3%, receive
support through the English Language Learner Program. Students also receive support through Special
Education (12.6%) or a 504 plan (5.5%). This school has a strong post-secondary focus, offering a
comprehensive early college program. Students may enroll in concurrent enrollment courses in
partnership with a local community college to earn college credits while taking courses in the high school,
or they may participate in the Advanced Placement program or College in the Schools program which
partners with the University of Minnesota. Students may also participate in the Northeast Metro 916
Career and Technical Center which allows students to earn college credit in career and technical
education. Approximately 58% of students earn at least one semester credit prior to graduation. More than
75% of students participate in over 36 different athletic programs or activities offered by the school.
These activities are driven by student interest and include clubs organized around students’ cultures and
identities.
Participants
The participants in this study were twelfth-grade students in the researcher’s elective
English/language arts class. There were 21 student participants from this class: 8 females and 13 males.
The federal ethnicity breakdown of the participants is as follows: 57.1% White, 19.0% Hispanic/Latino,
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14.2% Asian, and 9.5% two or more races. All students were either 17 or 18 years old and considered
seniors. Three students were receiving special education services. Ten students qualify for free or reduced
lunch. The home language of most students was English; however, the home language of two students
was Spanish. As a senior-year elective, students selected from several different options to enroll in this
class to fulfill their required English/language arts credits. The class makeup, therefore, included students
who had previously taken college-level courses, as well as students who previously took general or
supported English/language arts classes.
Sampling. Participants were selected for this study by purposive sampling and convenience
sampling. Sampling is defined as the process of selecting people or objects to be used in an analysis when
the researcher cannot survey everyone from the population of interest (Holladay, 2013). In this study, the
researcher chose to sample students from her Fall 2022 Modern Mythology class, a small representation
of the researcher’s students. Purposive sampling is used when researchers need to choose subjects who
possess a certain characteristic or interest (Holladay, 2013). The sampling used in this study was
purposive because these participants were selected due to their enrollment in an English/language arts
elective. Convenience sampling is when a sample is chosen for being “in the right place at the right time”
(Holladay, 2013). Therefore, this research also utilized convenience sampling because the researcher used
her students who were willing to participate from her Fall 2022 Modern Mythology class. By choosing
purposive and convenience sampling, the researcher was able to understand how her classroom practices
directly impacted her students’ self-efficacy in English/language arts. This type of sampling does limit the
ability to generalize the results of this study to other twelfth grade students.
Instrumentation
The instrument used for data collection was two surveys and post-discussion reflection journal
responses. The survey was given on paper before the start of the study, then again after the conclusion of
the study (see Appendix D). This survey, constructed in collaboration with another teacher of this class,
listed statements about identifying key ideas in a text, creating text-based discussion questions, and
participating in a small-group discussion. Students circled the given statement that best described how
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true they felt that statement was for themselves. Students also completed an open-ended response for each
section to describe why they circled the responses they did. The survey was designed to determine
students’ self-efficacy regarding English/language arts skills connected to identifying key ideas in a text,
creating discussion questions, and participating in a small-group discussion which aligns with the
research question. By using this survey at the beginning and conclusion of this study, the researcher was
able to determine how student self-efficacy was impacted after students participated in small-group
discussions where they used questions they created about a text.
The researcher also used post-discussion reflection journal responses to gather data regarding the
students’ experiences in small-group discussions using student-generated questions. Each discussion
reflection utilized a combination of the reflection questions (see Appendix E). These questions asked
students to reflect on their experiences in the small-group discussion that used student-generated
questions, and they allowed students to express their experiences in their own words. This helped the
researcher to better understand the phenomena the students were experiencing by using student-generated
questions in small-group discussion, helping the researcher to track student growth and responses to this
experience.
Data Collection. The data were collected by direct administration of the survey on paper. This
allowed the researcher to directly observe students’ responses and to maintain confidentiality. Bandura
(2006) recommends that self-efficacy assessments be separated from performance settings, so the survey
was administered prior to students reading their first text and creating a discussion question. Likewise, the
final survey was administered separately from the students’ final small-group discussion. Data were also
collected through students’ response journals after small-group discussions. These journals were
completed on paper or through a Google Form. This allowed the researcher to use the format that best
aligned with the type of discussion taking place in the classroom to make the reflection as least-disruptive
as possible.
Data Analysis. This study was qualitative in nature. The researcher compiled the students’ selfefficacy survey responses in a matrix, listing the descriptive word used to show how true each statement
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was for them. Then, the researcher classified each response as a positive change (increase in selfefficacy), negative change (decrease in self-efficacy), or no change (same response). For the small-group
discussion reflections, the researcher initially read through the data to determine common themes or
patterns. The researcher read through the reflection journals again, coding the responses into various
categories. The researcher compared these results with the students’ responses to the survey questions at
the beginning and the end of the study.
Research Question and System Alignment. Table 3.1 below describes the alignment between
the research question and the methods used in this study to verify that all of the variables of the study
have been adequately accounted for.
Table 3.1.
Research Question Alignment
Research
Question

Variables

Design

Instrument

Validity &
Reliability

RQ1
How is
student selfefficacy in
English/
language arts
impacted by
using studentgenerated
questions in
small-group
discussions?

DV: Student
self-efficacy
regarding
English/
language
arts skills

Phenomenologic
al

DV: SelfEfficacy in
English/
Language
Arts Survey
and postdiscussion
response
journals

The
researcher
collected
detailed
data from
the student
response
journals
over six
weeks to
ensure
validity of
results. The
researcher
also
ensured
students
were
informed
that their
responses
were
confidential
. The same
survey was
given to

IV: Use of
studentgenerated
questions in
small-group
discussions

IV:
Studentgenerated
questions
based on a
common
text read in
class and
participatio
n in smallgroup
discussions,
varying
from 2-8
students

Technique
(e.g.,
interview)
Survey
was given
at the start
and end of
the study
to assess
student
selfefficacy
regarding
English/
language
arts skills.
Response
journals
were
collected
after
smallgroup
discussion
s and
compiled
into
categories

Source

Twelfth
grade
English/
languag
e arts
students
Sample
size was
34
students
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students at
to identify
the
trends.
beginning
and end of
the study to
make
certain the
results were
reliable.
Procedures
This study was conducted over an eight-week period. In the second week of the semester, prior to
any formal small-group discussions, the researcher administered the Self-Efficacy in English/Language
Arts Survey (see Appendix D) to students on paper. This data became the baseline for the students’ selfefficacy regarding the reading, writing, and speaking skills related to reading a text, creating discussion
questions, and participating in a small-group discussion using those questions. Students were reminded
that their responses would be confidential and have no impact on their grade in the class.
The following week, students started a small-group book club unit. After previewing several text
choices, students ranked the book choices, and the teacher assigned students into groups of 5-6 students
based on their book choice. For four class days, students met in this small group to read their selected text
and complete a book club guide (see Appendix F) to respond to that day’s reading together as a group. On
day five, each student developed one discussion question based on the text. Students could choose to use
question frames provided by the teacher for this work (see Appendix G). Students then used Flip to record
a discussion that was approximately five minutes in length using the student-generated questions.
Immediately after the discussion, students completed a response journal about their experience in a smallgroup discussion using student-generated questions which included the Discussion 1 Reflection Questions
(see Appendix E). The researcher collected these response journals as data to identify themes and trends.
Concurrently with the small group book clubs, students also completed a unit analyzing the hero
cycle in a film. Students spent six days in class watching segments of the film and adding notes with a
partner to the Hero Cycle into Film document (see Appendix H). Students then chose 3-4 other students
to form a group, and together, they collaborated to create 20 questions based on the film and their notes
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that could be used in a formal discussion. Students had the option to use the questions frames provided by
the teacher to create their questions about the film and specifically the Hero Cycle (see Appendix G and
Appendix I). Then students ordered these questions from least-challenging to most-challenging on a
Question Ladder (See Appendix J). After providing students with two class days to create questions and
order them on the Question Ladder, students participated in small-group discussions. Each group of 3-4
students paired up with another group of 3-4 students. For eight minutes, the two groups of 6-8 students
discussed the questions they created, choosing which questions to discuss from their completed Question
Ladder. After eight minutes, students were given a break to revise and/or add to their discussion questions
in preparation for another round of discussions. Each group of 3-4 students were paired with a different
group of 3-4 students (6-8 students total) for round two of discussion. Students discussed their questions
for eight minutes, then were given another break to revise and/or add questions. Each group was then
paired with another different group (6-8 students total) and given eight minutes to discuss the film, using
their revised student-generated questions. Immediately after the discussion, students completed a
reflection journal about their experience which included the Discussion 2 Reflection Questions (see
Appendix E). The researcher collected these response journals to identify themes and trends in the student
responses.
Following this unit, students began a unit on a whole-class text. Students were given five days in
class to read the text and take notes using Notice and Note, a close reading strategy developed by Beers
and Probst (2012). Students were placed in teacher-assigned groups of 2-4 students and had the option
each day to work with a partner within their group to complete their Notice and Note sheet (see Appendix
K). After completing their Notice and Note sheet for each section of the text, students collaborated with
their groups to respond to six questions about the text, gathering textual evidence to support their
thinking. Once they responded to the questions, each group rolled a dice to determine which two
questions they would discuss in a recorded podcast and collaborated with their group to create a follow-up
question for each of those questions. Students then completed a script as their “discussion” of the
questions (see Appendix L) and recorded a podcast in which they discussed two of the questions and the
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follow-up questions they created. Immediately after recording their podcast, students completed a
response journal to reflect on their experience which included the Discussion 3 Reflection Questions (see
Appendix E). The researcher collected these students’ responses to identify common themes and trends in
their responses.
After participating in three cycles of creating questions and participating in varied small-group
discussions, the researcher administered the Self-Efficacy in English/Language Arts Survey again (see
Appendix D). Students again completed this survey on paper, and the researcher intentionally had
students complete the survey five calendar days after the students completed their final podcast
discussion, following the guidelines set forth by Bandura (2006) that self-efficacy assessments should be
separate from performance settings. The researcher compiled the students’ responses in a matrix in order
to classify the responses as a positive change, negative change, or no change in the students’ self-efficacy
regarding their abilities as readers, writers, and speakers.
Ethical Considerations
While the researcher did not anticipate any harm for the students involved in this study, the
researcher was careful to ensure that students remained safe and protected by assuring students that their
responses would be recorded privately without personal identifiers by using a numerical code number,
and their responses would remain confidential. Additionally, students were assured that their responses in
the survey and post-discussion journals would not impact their grade in the class. The response journals
were completed using paper as well as digitally to allow for the least disruptive means. Prior to the start of
this study, permission was granted by the researcher’s school administration, participants, and
participants’ parents/guardians (see Appendix B). Participants and their parents/guardians were informed
verbally and in writing that they could withdraw from this study at any time without any harm to the
participant.
Conclusions
The way students perceive themselves as learners in the classroom can change through classroom
practices and purposeful instruction (Frankel et al., 2018; Ness, 2016; Seglem & Bonner, 2016; Skerrett,
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2012; Vetter, 2010). This study focused on how using student-generated questions in small-group
discussions could impact student self-efficacy regarding English/language arts. The researcher used a
self-efficacy survey at the beginning of the study and the same survey at the end of the study to measure
the change in students’ perceptions of themselves as readers, writers, and speakers. The researcher also
compiled student response journals completed after small-group discussions to identify common themes
and trends in student experiences using questions they generated themselves in small-group discussions.
The following chapter will discuss the results of this study.

Qualitative Research Methods Proposal Page 29

STUDENT SELF-EFFICACY AND STUDENT-GENERATED QUESTIONS
CHAPTER 4
DATA ANALYSIS AND INTERPRETATION
Introduction
Students bring self-identity into the classroom (Frankel et al., 2018), including a perception of
themselves as English/language arts students. When they are not feeling confident, students’ behaviors
may make it appear as though they are unmotivated or disengaged, but really it can be their self-doubt or
negative mindsets that are keeping them from participating (Hammond, 2015). However, research shows
that students’ perceptions of themselves can change through practices in the classroom and purposeful
instruction (Frankel et al., 2018; Ness, 2016; Seglem & Bonner, 2016; Skerrett, 2012; Vetter, 2010). The
purpose of this study was to examine how using student-generated questions in small-group discussion
could impact student self-efficacy in the English/language arts classroom.
Research supports that using student-created questions as a basis for inquiry and small group
discussions impacts student engagement. Townsend (1998) found that using student-generated questions,
giving students time to prepare, and having students reflect afterward promoted participation in
discussion. When students create questions, they determine what is of greatest value, rather than the
teacher, which leads to longer interactions when compared to those initiated by the teacher (Seglum &
Bonner, 2016; Wells & Arauz, 2006). Research shows that student discussions can transform beliefs and
cause students to evaluate evidence, as well as impact their self-perceptions and participation in
discussions (Chisholm & Godley, 2011; Hung, 2015). Therefore, this study aimed to determine the
impact of using student-generated questions in small groups discussions on student self-efficacy in
English/language arts.
Data Collection
As a phenomenological study, the goal of this study was to understand the student experience in
small-group discussions that used student-created questions and how that experience impacted student
self-efficacy in English/language arts. The data collected was qualitative in nature and gathered through
survey questions and reflection journal questions. The first survey was given to students prior to the first
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discussion-based unit, per Bandura’s (2006) recommendation that self-efficacy assessments be separated
from performance assessments. Students then participated in three discussion-based units that used
student-generated questions for discussion and completed reflection journal questions after each (see
Appendix E). Again following Bandura’s (2006) recommendation, the same self-efficacy survey was
given to students five days after completing the final unit to measure any changes in student self-efficacy
in English/language arts.
Results
Self-Efficacy in English/Language Arts Survey
At the beginning of this study, students were given a written survey that included eight statements
in three categories: identifying key ideas in a text, creating text-based discussion questions, and
participating in a small-group discussion (see Appendix D). Students read each statement and circled how
true they felt that statement was for them: never true, rarely true, sometimes true, very often true, always
true. At the end of each section, students responded to an open-ended question to describe why they
circled the qualifiers they did in that section. The same survey was given to students at the end of this
study to measure any changes in student self-efficacy in English/language arts. The student responses
were compiled in a matrix to classify changes in self-efficacy as positive (indicated by an increase in
qualifying descriptor), negative (indicated by a decrease in qualifying descriptor), or neutral (no change in
qualifying descriptor). Any changes were also quantified as +1 or -1 to indicate a change in one descriptor
from the original survey response; changes that moved two descriptors were indicated as +2 or -2, again
depending on an increase or decrease in qualifying descriptors. Table 1 shows the three categories of the
self-efficacy survey and the number of changes within each category that were positive, negative, or no
change in self-efficacy as described above.
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Table 1
Total Number of Changes in Student Self-Efficacy

Changes in Qualifying
Descriptor from Original
Survey Response
+2
+1
0
-1
-2

Category 3:
Category 1:
Category 2: Creating
Participating in SmallIdentifying Key Ideas Text-Based Discussion
Group Discussions
in a Text (1 question) Questions (4 questions)
(3 questions)
Number of Changes Indicated Within the Category
0
0
2
7
25
18
9
50
31
5
8
11
0
1
1

Category 1 had proportionally the greatest increase and decrease of the three categories of the
survey, although the increase was only 1% higher than Category 3, and the decrease was 5% higher than
Category 3. One student, who showed no change in the Category 1 survey response, responded to the
open-ended question in the initial survey by writing, “I can read something and pick out the big ideas, but
not always.” The same student wrote, “Because I can pick out the important ideas in a text,” in the openended response to the second survey, removing the qualifier “but not always.” Another student, whose
response to Category 1 decreased by one qualifying descriptor, initially wrote, “I can do it, but I struggle
sometimes depending on the text, how it is written, and the set up.” In the second survey, this same
student wrote, “I struggle figuring out what’s the most important ideas and I don’t always pick the right
one.” This student shifted to focus on the “right” idea, thus moving from feeling I can “very often” do this
to “sometimes do this.”
To further analyze the data, specific results of Category 2 and Category 3 were compiled to
measure student increase, decrease, or no change in self-efficacy qualifying descriptors. Category 1 was
excluded from this analysis as it only included one self-efficacy statement; therefore Table 1 shows the
number of students who experienced change in their responses for Category 1. Table 2 shows the number
of students who experienced changes in each self-efficacy statement in Category 2.
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Table 2
Number of Students Experiencing Change in Category 2 by Statement

Changes in
Qualifying
Descriptor
from Original
Survey
Response
+2
+1
0
-1
-2

Statement 1:
Statement 3:
Statement 4:
Statement 5:
I can create a
I can create a
I can create a
I can create a textdiscussion
discussion question
text-based
based discussion
question on my
based on a text that
discussion
question that is
own based on a
will lead to a quality
question that is
complex and
text after reading discussion with a small
clear and
requires a deeper
that text in class.
group of students.
understandable.
level of thinking.
Number of Students Experiencing Change in Response
0
0
0
0
10
7
4
5
10
12
14
14
1
2
3
1
0
0
0
1

As shown in Table 2, Statement 2 showed the greatest improvement in this category and the least
decrease in self-efficacy qualifying descriptors. Statement 4 had the greatest decrease in qualifying
descriptors. Statements 4 and 5 had the least number of students whose responses moved positively or
negatively. One student whose self-efficacy descriptors improved in three of the four statements initially
wrote, “I believe I can very often create a discussion question. Sometimes I struggle with thinking of one
but usually after seeing examples, I can create one.” In the second self-efficacy survey, this same student
wrote, “I can almost always create a discussion question. They are usually good conversation starters and
almost always made you think harder.”
As with Category 2 above, Category 3 statements were compiled in a matrix and measured to
determine student increase, decrease, or no change in self-efficacy statements related to participating in a
small-group discussion. Table 3 shows the number of students who experienced change in their qualifying
descriptors for each statement in Category 3.
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Table 3
Number of Students Experiencing Change in Category 3 by Statement
Changes in
Qualifying
Descriptor from
Original Survey
Response
+2
+1
0
-1
-2

Statement 6:
Statement 7:
Statement 8:
I can participate in a small- I can ask questions and
I can keep a discussion
group discussion based on a
lead a small-group
going by asking follow-up
text that everyone in the
discussion based on a
questions to extend or
group read.
text that we all read.
deepen our discussion.
Number of Changes Indicated Within the Category
0
2
0
6
4
7
11
9
11
4
6
2
0
0
1

The greatest decrease in student self-efficacy was seen in Statement 7 about asking questions and
leading a small group discussion. One student, who showed a negative change for this statement, initially
wrote in the open-ended response, “I always participate in the discussions and sometimes add to them.” In
the following survey, this student wrote, “I can always participate in small group discussions. I can’t
always lead them. I can usually keep the discussion going.” The greatest improvement in student selfefficacy in Category 3 was in Statement 7 about keeping a discussion going through the use of follow-up
questions to extend or deepen the conversation. This statement also showed the least decrease in
qualifying descriptors.
Holistically, 17 of 21 student participants experienced positive change in at least one self-efficacy
statement. Six students experienced only positive change in self-efficacy. Conversely, 15 of 21 students
experienced negative change in at least one self-efficacy statement, and four students experienced only
negative change. Of the 21 participants, zero students experienced no change at all in student selfefficacy.
Themes in Student Self-Efficacy Survey Open-Ended Responses
An analysis of the students’ open-ended responses to each survey showed emerging themes that
impacted students’ beliefs about their self-efficacy in English/language arts. These major themes are as
follows:
Qualitative Research Methods Proposal Page 34

STUDENT SELF-EFFICACY AND STUDENT-GENERATED QUESTIONS
1. Students perceived themselves as struggling with creating complex questions
2. Students believed their interest in a text impacted their ability in English/language arts
3. Students believed the composition of their small group influences their ability in
English/language arts
Creating Complex Questions
The first emergent theme in the students’ open-ended responses was a struggle with creating
complex questions or questions that will deepen a conversation. Five students specifically commented
that they believed they could create discussion questions based on a text but could not create questions
that were complex or deep. One student responded in the second survey, “I struggle to make good
discussion questions that go very deep. I can’t always get the question to lead to a quality discussion. My
questions aren’t always the deeper kind.” This student responded “Sometimes True for Me” for 3 of the 4
statements in Category 2 about creating discussion questions, and showed an improvement to “Very
Often True for Me” in response to the statement about creating discussion questions that are clear and
understandable. Although this student did not decrease in self-efficacy, it is apparent that creating
complex questions remained an area of lower self-efficacy.
Interest in a Text
The second emergent theme in students’ open-ended responses was that the students’ interest in a
text impacted their ability to identify key ideas, create discussion questions, and/or participate in a smallgroup discussion. Three of 21 students specifically identified their interest as a barrier to their ability to be
confident in their English/language arts skills. One student indicated this in response to all three
categories. Students used terms like “interest” or “invested” in the text as influences on their performance.
One student, who indicated “Very Often True for Me” and “Sometimes True for Me” in response to
Category 2 statements about creating text-based questions, wrote in the second survey “That [creating a
question that will lead to a quality discussion] requires a quality question which I can usually come up
with if I’m invested in a text…clarity isn’t a problem for me…as long as I care about the text.” As
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indicated in responses by these students, student self-efficacy can be impacted by the students’ interest
and investment in a text.
Composition of Student Small Groups
The third emergent theme in students’ open-ended responses was that students’ perception of
self-efficacy in English/language arts, particularly in their participation in small-group discussion, can be
influenced by the composition and dynamics of the students’ groups. Five of 21 students specifically
commented about how their comfort-level or ability to share the workload as a group can impact their
ability to positively perceive their skills in English/language arts. One student, who responded “Always
True for Me” to the statements about participating in a small-group discussion, commented that most
groups have been comfortable to talk to and discuss with. Another student commented about “shutting
down” in uncomfortable groups. One student, who saw no change in self-efficacy regarding participation
in small-group discussion, commented, “I can work off others when it comes to discussions, but I struggle
when I have most of the workload.” Another student, who marked an increase in response to one
statement in Category 3 about small-group discussions, wrote that “I could ask questions and talk about
what we should be talking about of the book or something, but my group should also help as well and
create that discussion instead of letting me talk about it on my own.”
Discussion 1 Reflection Responses
Upon the completion of the first discussion-based unit, student participants responded to three
questions used in this study to gather data about the student experience when using student-generated
questions in small group discussion. Three themes emerged from the student responses to the first
question, “What went well today in using the discussion questions you all created?” These three themes
are as follows: 1) all students talked, 2) conversations were deep, 3) good/strong conversation. Table 4
shows these themes and a sampling of student responses.
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Table 4
Positives of Using Student-Created Questions in Small Group Discussion
Themes

Example Student Responses

“We all talked together as a group.”
All students talked

“We were engaged and we talked the whole time.”
“We all tried answering the questions and contributed in
respecting when others were talking.”

“Having everyone talking and going in depth.”
Conversations were deep
“People had deep conversations.”

“It created good conversations.”
Good/strong conversation
“We had a strong conversation about the book.”

Analysis of the second discussion reflection question, “What could be improved in the question(s)
you created for the discussion today?” revealed two themes: 1) more open-ended questions, and 2) more
diverse questions. One student responded that “nothing” could be improved in the question(s) created for
this discussion. Table 5 shows the two major themes from the responses to this question with example
student responses.
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Table 5
Improvements in Student-Created Questions in Small Group Discussion
Themes

Example Student Responses

“Make them more open-ended to create more
conversation.”
More open-ended questions

“It could be more of an open-ended question.”
“Make the questions more difficult.”

“Maybe more diverse questions. They were all a bit
similar.”
More diverse questions

“They [the questions] were very focused on Thor and
Loki but for the next discussion, it would be good to add
variety to the questions.”
“There wasn’t a lot of variety between the questions we
asked.”

The third discussion reflection question for this unit asked, “What was the best discussion
question in your group today? What was so good about that question?” In their responses, 19 students
identified the best question from their discussion, but these students did not answer the second question
and explain why it was the best. Two students responded that all questions were good and did not identify
a specific question. Because students did not explain their choices, there is not viable data from this
discussion reflection question.
Discussion 2 Reflection Responses
After completing the second discussion-based unit that used student-created discussion questions,
students responded to four questions to gather qualitative data regarding their experience. When analyzing
the students’ responses to the question, “How did the student-created questions impact your discussion in
a positive way?,” three major themes emerged: 1) gained different ideas/perspectives, 2) created a
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positive experience, 3) led to a quality discussion. Table 6 includes these themes with example student
responses.

Table 6
Positive Impact of Student-Created Questions in Small-Group Discussions
Themes

Example Student Responses
“We got different perspectives and talked about it with
different opinions.”
“There were a lot of different perspectives and ideas.”

Gained different ideas/perspectives
“Showed how different mindsets were there and
different ideas.”
“Some questions changed my perspective on things.”
“They let us have a different experience than normal.”
“They were fun to go over and talk about.”
Created a positive experience

“They were more creative.”
“They gave us the ability to understand them more
because it was written by someone we speak like.”

“Some questions were really good and made you think
and created interesting discussion.”
Led to a quality discussion

“They helped give us a deep discussion that would relay
into new conversations about our topic. So basically we
created new questions to answer.”

The second question students responded to in their Discussion 2 Reflection journal asked, “How
did the student-created questions impact your discussion in a negative way?” Thirteen students’ responses
were about the quality of the discussion, including ideas such as the type of question, the type of response
the question solicited, repetition of questions or ideas, or the question being too broad or too simple.
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Three themes emerged in the student responses: 1) quality of discussion, 2) student feelings in discussion,
3) no negative impact. Table 7 shows these themes with example student responses.

Table 7
Negative Impact of Student-Created Questions in Small-Group Discussions
Themes

Example Student Responses
“Some of them could have been a bit more open ended.
But overall it was really good.”
“They sometimes could have short answers and maybe
not lead to the longest discussions.”

Quality of discussion

“Some questions were repeated that never cause a long
discussion.”
“Some questions were too broad and hard to answer.”
“Some questions were pretty basic and simple to
answer. Otherwise everything went well.”
“It was awkward when we had nothing else to talk
about.”

Student feelings in discussion

“I don’t like talking.”
“I think we were all nervous, so no one wanted to be the
first to speak up and either ask a question or answer
one.”

“There wasn’t any negative questions or discussion.”
“It did not impact me negatively.”
No negative impact

“I don’t think there was much of a negative effect on
our discussion other than the fact we used all the good
questions first.”

In their reflection on discussion 2, students also responded to the question, “What would you
change about how you engaged with this project?” Only four students’ responses correlated to the
Qualitative Research Methods Proposal Page 40

STUDENT SELF-EFFICACY AND STUDENT-GENERATED QUESTIONS
English/language arts skills self-efficacy being examined in this study. Three students responded with
comments about their engagement with creating discussion questions. One student responded about
creating a greater quantity of questions, one student responded about making more connections with their
questions, and one student responded about changing how deeply they engaged with the questions. In
addition, one student responded, “[I would change] nothing much because I do all those things which
makes me do well in the discussion.”
The fourth and final question in this discussion reflection asked students, “What is one thing
you’ve seen in your classmates’ work or process that you’d like to try in our next discussion?” The
students’ responses to this question varied greatly but were not connected to their self-efficacy in
English/language arts with the exception of one student. This student answered, “Have more confidence
in my questions and ability to create them and discuss them.” This student saw improvement in selfefficacy in Categories 2 and 3 which focus on creating discussion questions and participating in small
group discussions. However, this student decreased one qualifying descriptor in Category 1 about
identifying important ideas in a text between the two self-efficacy surveys given in this study.
Discussion 3 Reflection Responses
Upon the completion of the third and final discussion-based unit used as part of this study,
students responded to the reflection question, “What English/language arts skills
(reading/writing/speaking) did you improve through this podcast process?” Nine students responded that
they felt they improved their speaking skills. One of these students who identified speaking as an
improved skill also increased the qualifying descriptors in Category 3 about participating in a small-group
discussion, including a two-descriptor increase in response to the statement “I can ask questions and lead
a small-group discussion based on a text that we all read.” Another student who identified speaking as an
improved skill decreased the qualifying descriptors in Category 3, including a two-descriptor decrease in
response to the statement “I can keep a discussion going by asking follow-up questions to extend or
deepen our discussion.”
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Two students identified creating discussion questions as an improved English/language arts skill
in response to the reflection question. One of these students showed a positive increase in self-efficacy
qualifying descriptor in response to the statement “I can create a discussion question on my own based on
a text after reading that text in class.” However, this student also showed a decrease in qualifying
descriptors in response to the statements “I can create a text-based question that is clear and
understandable” and “I can create a text-based question that is complex and requires a deeper level of
thinking.” The other student who responded “making good discussion questions” as a skill improved
through the unit also showed a positive improvement in response to the statement “I can create a
discussion question on my own based on a text after reading that text in class” but a negative decrease to
the statement “I can create a discussion question based on a text that will lead to a quality discussion with
a small group of students.”
One student responded to the reflection question by writing, “I feel like I improved on my note
taking skills and noticing themes throughout the story.” This student showed a positive increase in the
self-efficacy descriptor in response to the statement “I can read a text and pick out important ideas.” Two
other students responded that they improved “all” their English/language arts skills through this
discussion-based unit.
Data Analysis
In order to determine how student self-efficacy was impacted by the use of student-generated
questions in small group discussions, a student survey was given at the beginning and end of this study,
and qualitative data about the student experience with student-created questions in small-group
discussions was collected through reflections at the end of each discussion-based unit. Although 17 of 21
student experienced some positive change in self-efficacy in one or more areas through this study, it is
difficult to isolate the correlation between the use of student-generated questions in small group
discussions and the students’ increased self-efficacy in English/language arts. Although some students’
open-ended responses and reflection journals suggest a correlation, it cannot be isolated with the data
provided by students. Because students’ perceptions of themselves as learners can change through
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classroom practices and purposeful instruction (Frankel et al., 2018; Ness, 2016; Seglem & Bonner, 2016;
Skerrett, 2012; Vetter, 2010), there are many factors that could impact students’ self-efficacy. For
example, one student who decreased one qualifying descriptor in regards to identifying important ideas in
a text wrote about not always picking the “right one.” Without more detail, it is difficult to know what
negatively impacted this students’ self-efficacy. It could have been the most recent text studied in class, a
comparison the students made with another students’ response, or even just a bad day. According to
Bandura (2006), self-efficacy is not fixed and can be changed through transforming experiences.
It was evident through this study, however, that using student-generated questions in small-group
discussions was a positive and beneficial experience for students. When asked in the Discussion 2
Reflection about how the student-created questions positively impacted their discussions, all 21 students
responded with a specific comment. In the following question about how the use of student-created
questions negatively impacted their discussion, three students responded that there was no negative
impact on their discussion, indicating that overall, the use of student-generated questions in small-group
discussion is a positive experience for students.
The category of greatest improvement in regards to student self-efficacy was Category 2 about
creating discussion questions. Fourteen of the 21 students showed positive improvement in response to at
least one of the self-efficacy statements, and one student positively improved in response to all four
statements. This may be due to the repetition of creating questions and the supports given to students in
this work, including providing question frames (see Appendix G and Appendix I). Research shows that
question creation is cyclical: the more students ask questions, the more proficient they become which
leads to confidence to ask and answer more questions (Ness, 2016). By asking students to create
discussion questions in three consecutive units, students were given the opportunity to practice this skill,
receive feedback from the teacher as well as their peers through participation in a discussion, then
improve their skills in question creating for the next unit. However, due to the limited responses from
students, it is difficult to isolate what directly impacted the students’ self-efficacy in this area.
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Of the 21 participants in this study, four students only experienced a negative change in selfefficacy. Two of these students indicated a decrease in the qualifying descriptor for Category 1 about
reading and picking out important ideas in a text. Although their responses in the survey and discussion
reflections did not elaborate or explain this decrease, it could be due to the nature of the texts used in this
particular English/language arts elective. This course uses comic books and graphic novels as the primary
texts, and some students may be unfamiliar with the genre prior to this class and therefore making it more
challenging for these students to read and pick out important ideas in the text. However, this is
speculation as these students did not specifically address this in their open-ended responses. The other
two students who only decreased in self-efficacy each indicated a decrease in Category 2 about creating
discussion questions, and one student decreased in all 3 statements in Category 3 about participating in
small-group discussions. Unfortunately, neither student gave specific responses to be able to determine
what caused their decrease in self-efficacy. Research shows that identity happens over time and is created
from multiple factors, including local expectation, teacher and student categorizations, peer
reinforcements, and individual embrace of identity (Wortham, 2004). Because there are so many different
factors in self-efficacy and how students understand themselves in the classroom, it is impossible to
determine what influenced these students’ responses without more specific data.
Although meaningful data was gathered through this study to help inform the researcher’s
practice, upon reflection, utilizing a different research method may have provided more specific data.
Even though students provided responses to their surveys and in their discussion reflections, this data was
not as specific as the researcher hoped, even when students were provided with a model response to
demonstrate the specificity desired. Conducting individual interviews and/or utilizing a focus group may
have provided the researcher the opportunity to ask more specific, directed questions to be able to better
determine the impact of using student-generated questions in small-group discussions on the students’
self-efficacy.
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Conclusion
Overall, the data collected in this research study showed that self-efficacy is dynamic as Bandura
(2006) asserts. While over half of students experienced some negative change in self-efficacy related to
English/language arts, more students experienced some positive change in self-efficacy. More students
experienced only positive change than students who experienced only negative change. All students in
this study experienced some sort of change, showing that self-efficacy can change over the course of six
weeks in a high school classroom. However, with the data provided by students, it is difficult to make a
direct correlation between the use of student-generated questions in small group discussions and the
students’ changes in self-efficacy.
Although students enter the classroom and position themselves as readers and writers (Vetter,
2010), this study shows that students’ positions and self-perceptions can indeed change. These changes in
student self-efficacy can be restricted by institutional and classroom structures (Frankel et al., 2018);
however, it is still possible to positively impact student self-efficacy in the classroom through intentional
practices. The qualitative data from this study indicates that using student-created questions in small
group discussions was primarily a positive experience for students and provided them the opportunity to
express their ideas and perspectives in the classroom, as well as improve their English/language arts
skills.
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CHAPTER 5
Implications for Practice
Discussion
The purpose of this research study was to examine how student self-efficacy in English/language
arts is impacted by the use of student-generated questions in small-group discussions. Students enter
classrooms with an identity that can help or hinder their participation and engagement in learning
(Frankel et al., 2018; Wortham, 2004; Vetter, 2010). However, research shows that intentional classroom
practices and instruction can change those self-perceptions (Skerrett, 2012). Using student-generated
questions can positively impact students’ experiences in the classroom (Chisholm & Godley, 2011; Ness,
2016; Townsend, 1998; Wells & Arauz, 2006; Wilhelm & Wilhelm, 2010). The researcher wondered how
using student-created questions in small-group discussions in her English/language arts classroom could
impact student self-efficacy. After conducting this action research, the researcher discovered that student
self-efficacy was impacted over the course of the six-week study; however, the data collected was not
specific enough for the researcher to draw a direct correlation between the classroom practice of using
student-generated questions in small-group discussions to the students’ changes (positive and negative) in
English/language arts self-efficacy.
Action Plan
Through this study, this researcher has learned more about the student experience with studentgenerated questions and small-group discussions. The process of this study has impacted the professional
practice of the researcher by encouraging her to be a more reflective teacher by gathering student
feedback about classroom and learning practices. Although it can feel uncomfortable and even scary for a
teacher to solicit student feedback, this researcher was both encouraged and challenged by the student
responses. To make this feedback more authentic in the future, the researcher would conduct student
interviews to ask more direct and/or follow-up questions to students’ reflection responses. For example,
what does the student feel specifically caused him to positively improve his self-efficacy in small-group
discussions? What caused another student to decrease self-efficacy in this same area? Although the
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researcher can speculate, asking the students specific follow-up questions based on their responses would
help better understand the student experience and how using student-generated questions in small-group
discussions can impact student self-efficacy.
The researcher will also continue to use the instructional practice of having students create
questions to use in small-group discussions. The feedback from most students about this practice was
positive. One student wrote, “It [using student-created questions in small-group discussion] let us
interpret the movie how we wanted, wasn’t a bracket we had to stay in creatively.” Another student wrote
about using student-generated questions in small-group discussion, “It asked a lot of questions I was
wondering as well. It felt like an opportunity to answer the questions I wanted to know without having to
ask it all myself.” These positive comments are just a sampling but express the positive experience
students had when they were allowed to create their own questions for discussion, so the researcher will
continue to use this instructional practice in her classroom.
The practice of asking students to reflect on their self-efficacy and learning process is beneficial
in creating reflective learners. In Discussion 1 Reflection, students were specifically asked to reflect on
what could be improved in the questions they create for the next discussion (see Appendix E). Research
shows that having students reflect afterward promoted participation in discussion (Townsend, 1998).
Therefore, this researcher will continue this practice to maximize positive impact on students. The
practices utilized in this study also cultivated student voice through reflection and feedback to the teacher.
In Discussion 2 Reflection, students were specifically asked about what they would change about how
they engaged in the project; however, several students used this as an opportunity to comment on the
instructional design of the project. One student wrote, “I would change how many questions we had to
write. There were a lot when we try to make them all deep.” By allowing students the opportunity to
provide feedback to the teacher, students are cultivating their identity as learners (Muhammad, 2020). In
this study, students were not shown the results of their self-efficacy in English/language arts surveys;
therefore, they were unaware of how their self-efficacy changed over the course of this study. The
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researcher wonders if there would be benefit in showing students their results and if that would positively
or negatively impact students.
Plan for Sharing
As part of a Professional Learning Community, the researcher has shared her findings and the
students’ responses and feedback with the other teacher of the course in which this study was conducted.
The researcher has also shared her research process and results informally with other department
colleagues. Through department-wide collaboration, the researcher hopes that other teachers will see the
benefits of using student-generated questions in small-group discussions, and they also will consider how
instructional practices can impact student self-efficacy and ultimately student engagement in
English/language arts courses.
As an Instructional Strategies Facilitator, the researcher has the privilege of helping plan and
develop professional development for the entire staff, as well as work with individual teachers through
instructional coaching. The researcher will seek opportunities to share the learning and practices of this
study with others and encourage teachers to consider how impacting student self-efficacy can influence
student engagement and motivation (Hammond, 2015). Based on the positive feedback from students, the
researcher will also urge teachers to consider how they can use student-generated questions in smallgroup discussions in their classroom, regardless of the specific content. As this study shows, student selfefficacy can be impacted by classroom and instructional practices, so this researcher will continue to
encourage teachers to consider how they can positively impact their students through their instructional
design and interactions with students.
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Informed Consent Letter
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APPENDIX C
Child Assent
I will say to my students the following:
“Like you, I’m a student this semester. I am working on my Master’s Degree from Minnesota State
University Moorhead. As part of this work, I have to conduct what’s called ‘action research.’ This means
I ask a question about my teaching, then I gather data to try to answer it.
“My wondering is about what your experience is like when you create questions about texts we read, then
use them in small group discussions. I want to know how doing this makes you feel as an
English/language arts student.
“To gather my official data, you (if you and your parents agree) will complete a survey for me. Then we
will have three discussions in class that you’ll create questions for, and after each, you’ll complete a
reflection. Then you’ll complete a survey for me again. That’s it.
“All this is already part of our Modern Myth class, so whether or not your parents’ consent, you’ll do this
work. What makes the difference is whether or not I can use your data in my study. Does that make
sense?
“Being part of this study will not impact your grade in this class – positive or negative. If you choose to
let me use your data, you can change your mind at any time. You and your parents just have to let me
know you want to withdraw from this study.
“Know that my number one job is to protect you through this. I am the only one who will see your
responses to the survey and reflection questions. When I record data and use it in my study, I will not use
your name. Instead, you’ll get a number. Also, I won’t say anything about you that would allow someone
else to figure out it was you. Does that make sense?
“To get your parents’ permission, I am sending them a Google form that looks like this. (Show students
the Google form which include the consent letter). They need to read through this and fill it out for me. I
could use your help getting them remember to do this and get it back to me as soon as they can.
“What questions do you have about this?”
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APPENDIX D

Self-Efficacy in English/Language Arts Survey
INSTRUCTIONS:
1. Think back over your experiences in English classes throughout high school so far.
2. Read each statement below and circle the words that best describe HOW TRUE that
statement is for you.
3. Do this for EACH of the eight statements.
4. At the end of each section, explain WHY you rated yourself the way you did in that
section. Please give a reason for your answers.
1. Be honest and accurate in your responses. Your answers will be kept confidential. Your
name will not be used when gathering data. Your answers do not impact your grade in
this class.
IN YOUR OWN WORDS, summarize what you are being asked to do for this survey.

EXAMPLE RESPONSE:
I can read and understand an assigned test in my English/language arts class.

Never True for
Me

Rarely True for
Me

Sometimes True for
Me

Very Often True
for Me

Always True for
Me

Open-Ended Response: Describe why you circled the above response about reading a text
and understanding a text.
I feel like I get most of the stuff we read in class, but sometimes it
takes me longer or I don’t get it as fast as other people. And
sometimes I feel totally lost like when we read poetry. I don’t know
what’s going on with that. I just don’t get it like other people.
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Identifying Important Ideas
1. I can read a text and pick out important ideas.
Never True for
Me

Rarely True for
Me

Sometimes True for
Me

Very Often True
for Me

Always True for
Me

Open-Ended Response: Describe why you circled the above response for question #1 about
reading a text and picking out important ideas.

Creating Text-Based Discussion Questions
2. I can create a discussion question on my own based on a text after reading that text in
class.
Never True for
Me

Rarely True for
Me

Sometimes True for
Me

Very Often True
for Me

Always True for
Me

3. I can create a discussion question based on a text that will lead to a quality discussion
with a small group of students.
Never True for
Me

Rarely True for
Me

Sometimes True for
Me

Very Often True
for Me

Always True for
Me

4. I can create a text-based discussion question that is clear and understandable.
Never True for
Me

Rarely True for
Me

Sometimes True for
Me

Very Often True
for Me

Always True for
Me

5. I can create a text-based discussion question that is complex and requires a deeper
level of thinking.
Never True for
Me

Rarely True for
Me

Sometimes True for
Me

Very Often True
for Me

Always True for
Me
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Open-Ended Response: Describe why you circled the responses above for questions #2-5 about
creating discussion questions.

Participating in Small-Group Discussions
6. I can participate in a small-group discussion based on a text that everyone in the group
read.
Never True for
Me

Rarely True for
Me

Sometimes True for
Me

Very Often True
for Me

Always True for
Me

7. I can ask questions and lead a small-group discussion based on a text that we all read.
Never True for
Me

Rarely True for
Me

Sometimes True for
Me

Very Often True
for Me

Always True for
Me

8. I can keep a discussion going by asking follow-up questions to extend or deepen our
discussion.
Never True for
Me

Rarely True for
Me

Sometimes True for
Me

Very Often True
for Me

Always True for
Me

Open-Ended Response: Describe why you circled the responses for questions #6-8 above
about participating in small-group discussions.
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APPENDIX E
Post-Discussion Survey Questions
Discussion 1 Reflection Questions
•

What went well today with using the discussion questions you all created?

•

What could be improved in the question(s) you created for discussion today?

•

What was the best discussion question in your group today? What was so good about that
question?

Discussion 2 Reflection Questions
•

How did the student-created questions impact your discussion today in a positive way?

•

How did the student-created questions impact your discussion today in a negative way?

•

What would you change about how you engaged in this project? (note taking, creating questions,
discussion…)

•

What is one thing you’ve seen in your classmate’s work or process that you’d like to try in our
next discussion?

Discussion 3 Reflection Questions
•

What English/language arts skills (reading/writing/speaking) did you improve through this
podcast process?

•

How did you improve those skills?
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APPENDIX F
Book Club Guide
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APPENDIX G
Discussion Question Frames (optional for students to use in creating questions for small group
discussions)
Clarification/Confusion Questions
Who is _____?
What is _____?
When does _____?
Where is (are) _____?
Which one _____?
Why does ______?
Questions that Could Have a Debatable Answer
Why do you think ______?
How do you feel about _____?
What do you think _____ means?
Do you agree with ______’s actions when they _______? Why or why not?
Was ____ doing the right thing when they ________? Why or why not?
Theme Questions
How does the theme of _____ relate to _____?
How does _____ make you think of the theme of _____?
How does _____ actions help portray the theme of _____?
How is the theme of ______ conveyed through the text?
What in the text helps support the theme of _____?
What theme is the author creating by using _____?
Author's Craft Questions
What do you think the author meant by _____?
Why would the author _____?
I get the feeling of ____ when I read/look at _____. What feelings do you get? Why?
I noticed ______. Why do you think the author did this?
I noticed ______. What impact do you think this has on us as readers? Why?
Why does the author keep mentioning the element of _____?
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APPENDIX H
Hero Cycle Into Film Notes
Name: _______________________________________ Hour:_____
Learning Target
I’m learning to apply the stages of the Hero’s Cycle to a film and develop interesting discussion
questions to prepare for an academic discussion with my peers.

Element of the Hero Cycle

Evidence from the Film

Ordinary World: At the beginning of the story, what is the hero’s
location? Is this an exciting place? Does the hero want to escape this
place?
The Hero: Who is the protagonist of your story? If there are multiple
protagonists, narrow it down to one main character. This is the “hero” of
the story. What are some of the hero’s heroic qualities?
Call to Adventure: What news or event breaks the hero away from the
world he or she is used to? Is the Hero reluctant to go at first?
The Quest: What task is the protagonist given to complete? Usually
there is a problem that the hero needs to solve
Threshold Guardian: Is there a small obstacle that the hero must
overcome at the beginning of his or her journey? This might be a lesser
villain that the hero must defeat or a fear to be overcome.
Mentor(s): Who is a wise character who offers advice or assistance to
the hero on the journey? What assistance does the mentor offer the
hero?
Talisman: Is the hero given a special item? Does the hero have a special
power or ability that others don’t have? How does this talisman help the
hero on the journey?
Allies: Who are the characters who accompany the hero on the journey?
How do they help the hero?
Shadow: Who is the antagonist—the character, group, or force that the
hero is struggling against? How is this character the opposite of the
hero?
Tests/Obstacles: What are some events that happen in the story that
teach the hero valuable lessons and make him or her stronger?
Supreme Ordeal: What is the ultimate task that the hero must perform
to solve his or her problem?
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Reward: What does the hero receive for defeating the Shadow or
passing the Supreme Ordeal?
Restoring the World: How has the hero’s world changed because of
the journey? How is it better—or maybe just different?
Wisdom: What lessons has the hero learned about him or herself on this
journey? What are we (the spectators) supposed to learn from the
journey
DISCUSSION QUESTIONS
Answer the teacher’s questions
Discussion Question Prep
Be prepared to discuss the following questions:
1. Which character is the strongest? Explain.

2. Which character is the weakest? Explain.

3. Which character is the most wise? Explain.

4. The Hero’s Journey has also been called a philosophy that can help us along the “journey of life.”
Since stories are metaphors for reality, how does the hero/heroes in this story give us inspiration to deal
with our real-life challenges?

Write 2 open-ended complex discussion questions to ask at our discussion.
Pick something you really want to talk about with others.
Question 1:

Question 2:
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APPENDIX I

Hero Cycle Question Frames
Ordinary World
How is _____ an ordinary world for _____?
What is the adventure _____ dreams of?
Why does _____ dream of _____?
How would you describe _____’s dream of _____?
What do you think think of ______?
What makes _____ an ordinary world for _____?
Call to Adventure
How does _____ create a call to adventure for _____?
Why does _____ want to/not want to _____?
What might happen if _____?
How would you explain _____’s actions when _____? Why did they do that?
Was _____ doing the right thing when _____?
If you were in _____’s shoes, would you _____?
What makes _____ reluctant to _____? Why does it?
The Quest
How do you think _____ will complete the quest of _____?
What might happen if _____?
Was _____ doing the right thing when they _____? Why or why not?
If you were _____ [character] and _____ [action] happened, how would you react? Why?
What do you think most helped _____ to be successful at_____? Why?
What motivates _____ [character] to _____ [action] in _____ [situation]?
The Threshold Guardian
How is _____ a “threshold guardian” for _____?
What is the purpose of _____ having to overcome _____?
Why does _____ face _____ at the start of their journey?
When _____ faces _____, what do they _____?
How is _____ stronger or more dedicated to the quest by _____?
Tests & Obstacles
What do you think is the _____ obstacle _____ faces? Why?
How does _____ [specific obstacle] prepare _____ for _____?
What is the lesson _____ learns from _____?
Why would _____ respond to the obstacle by _____?
What motivates _____ to _____ when _____?
The Supreme Ordeal
How does _____ respond during the supreme ordeal? Why?
Why does _____ [character] _____ [action] during the supreme ordeal?
What impacted _____’s success/failure during the supreme ordeal?
How is _____ “the ultimate test” for _____? How does it test their _____?
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Reward
How does _____ receiving _____ impact _____?
How will having _____ help _____ to make the world a better place?
What does _____ symbolize? How do we know?
Restoring the World
How has _____ changed because of the journey?
Do you think _____ is better at the end? Why or why not?
What are the pros and cons of _____ changing by _____?
If you were _____ [character] and _____ [action] happened, how would you react?
What choice would you have made if you were in _____’s shoes when they had to _____?
The Hero
How has _____ given themselves to _____ [quest]?
What is the _____ trait that makes _____ a hero?
What choice would you have made if you were in _____’s shoes when they had to _____?
Was _____ doing the right thing when they _____? Why or why not?
Do you agree with _____’s actions when they _____? Why or why not?
What might happen if _____ had _____ instead?
The Mentor
What is the _____ trait that makes _____ a hero?
Is _____ an effective mentor or _____? Why or why not?
Was _____ doing the right thing when they _____? Why or why not?
Do you agree with _____’s actions when they _____? Why or why not?
What might happen if _____ had _____ instead?
Talisman
What does _____ symbolize? How do we know this?
How did _____ impact _____ by _____?
What would be different if _____?
Allies
How would _____ be different if _____?
What does the ally _____ symbolize? How do we know this?
Why does _____ [ally] _____ [action]?
How is _____ [hero] most _____ by _____ [ally]?
Shadow
How would _____ be different if _____?
What does the shadow _____ symbolize? How do we know this?
Why does _____ [shadow] _____ [action]?
How is _____ [hero] most _____ by _____ [shadow]?
Was _____ doing the right thing when they _____? Why or why not?
Do you agree with _____’s actions when they _____? Why or why not?
What might happen if _____ had _____ instead?
How does _____’s [shadow] actions and characteristics oppose _____’s [hero] actions and
characteristics? What is an example of this?
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Wisdom
Not that we’ve learned _____, how has our thinking changed about _____?
How does _____ make us think differently/more deeply about _____?
What is the message about _____? How do we know that?
How does _____ learn about _____ in this story?
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APPENDIX K
Notice and Note Sheet
NAME: ____________________ DATE: ____ / ____ / ______ PAGES READ ____ - ____

FREEWRITE

HERO CYCLE
ELEMENT
quest (problem to solve)
call to adventure (what breaks hero
away from their world?)

mentor (who offers advice on the
Use back if you need more
space

journey?)
talisman (item or special power?)
allies (hero’s helpers?)
shadow (hero’s antagonist?)
tests (challenges along the way?)
supreme ordeal (biggest battle?)
Reward (what’s hero’s reward?)
wisdom (how is hero wiser now?)

SIGNPOSTS
again and again
(I see something being repeated)

words of the wiser
(wisdom is shared with character)

tough questions
(character deals with complex
situation)

aha moments
(character has a revelation)

contrasts and
contradictions
(we notice disparities characters might too)

memory moments

HUMAN
EXPERIENCE/
TOPICS
stereotypes
coming of age (transition from
child to adult)
independence
rebellion
identity (self vs. assigned)
Power
Racism
Anti-Racism
Social Justice

(character goes back in memory)

WHAT I NOTICED TODAY...
Page ___ Note Type: ______________

Page ___ Note Type: _____________

Page ___ Note Type: ______________

Page ___ Note Type: ______________
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Notice & Note Types

Again and Again Words of the Wiser Tough Questions
you notice a word, phrase,
object, or situation
mentioned over and over.

is when you’re reading and a
character (who’s probably older
and lots wiser) takes the main
character aside and gives serious
advice.

You should stop and ask
yourself, “Why does this
keep showing up again and
again?” The answers will
tell you about the theme
and the conflict, or they
might foreshadow what
happens next.

You should stop and ask yourself,
“What’s the life lesson, and how
might it affect the character?”
Whatever the lesson is, you’ve
probably found a theme for the
story.

is when you’re reading and

is when you’re reading and
the character asks
themselves a really difficult
question.
You should stop and ask
yourself, “What does this
question make me wonder
about?” The answer will tell
you about the conflict and
might give you ideas about
what will happen next in the
story.

Your notice and note entry should
include what you noticed and
what it might mean.

Your notice and note entry should include
what you noticed and what it might mean.

Your notice and note entry should
include what you noticed and
what it might mean.

Aha Moment is

Contrasts and

Memory Moment

when you’re reading and
suddenly a character
realizes, understands, or
finally figures something
out.

Contradictions is when

You should stop and ask
yourself, “How might this
change things?” If the
character figured out a
problem, you probably just
learned about the conflict.
If the character learned a
life lesson, you probably
just learned about the
theme.
Your notice and note entry should
include what you noticed and
what it might mean.

you’re reading and a character
says or does something that’s
opposite (contradicts) what they
have been saying or doing all
along.
You should stop and ask yourself,
“Why is the character doing
that?” The answers could help
you make a prediction or make an
inference about the plot and
conflict.

Your notice and note entry should include
what you noticed and what it might mean.

is when you’re reading and
the author interrupts the
action to tell you a memory.
You should stop and ask
yourself, “Why might this
memory be important?”
The answers will tell you
about the theme, conflict, or
might foreshadow what will
happen later in the story.

Your notice and note entry should
include what you noticed and
what it might mean.
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APPENDIX L
Podcast Script

Step 1:
First! Share this doc with your podcast team and make sure they have editing rights. Everyone is
expected to work on the script at the same time.

Step 2:
Each person is expected to help create the script by writing their share. Each person will type in a specific
color. Have each person choose a color and put their name in the space next to it.
Name

I will be typing in this color:

Step 3:
Review the example script and pay attention to how it’s constructed.

Step 4:
Using your Podcast Prep Notes, begin writing the script. TALK and TYPE and use the time efficiently.
Remember, your podcast has a time requirement based on the number of people on your team:
2 people = 4 minutes minimum
3 people = 6 minutes minimum
4 people = 8 minutes minimum

Step 5:
When you think you are ready, check the RUBRIC and assess your progress. Fix/finish as needed.
When you are confident in your work, TURN IN this assignment in Classroom.

Script element

Script text

Introduction
Introduce yourselves
(10-15 seconds)

Heart of the story
(1 minute)

Hi, I’m _____________ and I’m here with …. Today, we are going to spend
some time today discussing…
At the heart of it, “American Born Chinese” is about… (think big topics,
don’t retell the story. We’ve all read it)
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Preview conversations

Today we’re going to explore two big questions from _________ (descriptive
word) story. These questions deal with __________ and __________.

First Segment
Introduce first segment

Let’s start the conversation with our first question…

(15 seconds)

Conversation

This is the space where your answers and details/evidence and explanation
will go…

Share follow up question

That leads us to wonder….

(15 seconds)

Follow Up Conversation

This is the space where your answers and details/evidence and explanation
will go…

TRANSITION/MUSIC BREAK
Second Segment
Transition to second
segment

(a sentence that moves from previous idea and introduces new idea)

(15 seconds)

Introduce second
segment

Our second question was…

(15 seconds)

Conversation

This is the space where your answers and details/evidence and explanation
will go…

Share follow up question

That leads us to wonder….

(15 seconds)

Follow Up Conversation

This is the space where your answers and details/evidence and explanation
will go…

TRANSITION/MUSIC BREAK
Conclusion
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Summary

Summarize key information from both segments

Final thoughts

Share if/how this book challenged you/opened your mind/expanded your
understanding/made you think about something new or differently

Thank listeners for their
time and support
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